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ABSTRACT




Action Research (EDC 587) Final Project
At age 14, students in special education are expected to participate and contribute to
decisions concerning their Individuahzed Education Plan (IEP) yet rnost do not understand the
IEP. Nor do they understand how the IEP process works. This study is an effort to see if student
participation in the IEP can be influenced by the direct teaching of the IEP process to the student
before the IEP meeting. The study follows one student from the beginning of the IEP instruction
through his IEP meeting and ends with his transition meeting into high school.
The findings show that the student increased his level of participation at both his IEP
meeting and his transition meeting. Direct teaching of the IEP process not only increased
participation in the IEP but also affected the student's comfort level and self-advocacy.
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CHAPTER 1 _ INTRODUCTION
School for most children follows a predictable pattern. They begin their careers as
students in kindergarten and progress through the elementary grades learning to read, write, and
do math. At middle school, their studies broaden and students can choose electives that interest
them. I went through school never questioning my next step or even wondering if I was
receiving the education I needed. When my daughters went to school it was much the same.
There were occasional problems - a disliked teacher, a class they did not understand - but
overall I knew they were being prepared academically to go on to high school. I never had to
fight for their future. I knew their high school program was rigorous and college preparatory.
After high school, they could attend college and assume their places in the work world.
For ten years, I have been employed by the Minneapolis Public Schools (MPS). During
that time, I have worked in a program for students with high functioning autism. The students in
this program do not progress as easily through their education. Special education can be
confusing and difficult for both the students and their families. Some parents, when asked,
commented that they had never really understood IEPs and their student's right to an education
(Mason, McGahee-Kovac & Johnson 2004). When teachers and other professionals do not
prepare the student for meetings or conference, the meeting atmosphere was more intimidating
rather than student-friendly (Arndt, Konrad, & Test 2006).
I have often wondered if I am doing enough to help the students reach their highest
potential. I have provided a rich environment that is safe from ridicule. I have taken a good look
at each student and tried to provide individual instruction to each that allows him or her to grow
intellectually, emotionally and socially. What more can I do for my students? I challenge my
students and have very high expectations of them. Most students go through school without
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much thought about how they will get the education that they will need to become working
adults - but what about my students? As they grow older, the difference between them and their
regular education peers grows wider. They are no longer cute little grade school kids who are
given "alternative" class work. My students are in middle school - grades six, seven, and eight.
They need to know how to transition from the protected world of special education to the work
world. How can I, as a special education teacher, ease that transition?
The Individuals with Disabilities Education Act (IDEA) requires that all students who are
l4 years old or older attend and participate in their Individualized Education Program (IEP)
meeting (Turnbull, Huerta, Stowe, Weldon, & Schrandt, 2006). Starting with this meeting,
students are expected to not only attend and participate in the IEP meeting, but they are also
expected to contribute to their "transition" plan. Transition is the term used to describe the time
the students go from special education into the work world and independent living. Many
special education students are not adequately prepared for this task (Smith & Agran, 2003).
There is rarely any training to prepare the student for this process. Many students do not fully
understand their disability or the implications that their disability may have on their future
choices. Indeed, it is often difficult to convince the parents that the student should attend their
IEP meetings, let alone contribute to the process.
In order to make the transition time more effective for the student and his/her family, the
process of the IEP meeting and transition should be incorporated as an important part of a special
education student's curriculum. This needs to be addressed at a younger age than 14 (Test &
Neale, 2OO4).It could be taught in the middle school with students who are high functioning
Asperser's - an autism spectrum disorder (ASD). In order to achieve at their maximum
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potential, these students need to understand their disability and be able to advocate for the
accommodations that they will need to succeed.
It also is important to teach self-determination skills while teaching students to
understand and lead their IEP. Self-determination is defined as "the ability to identify and
achieve goals based on a foundation of knowing and valuing oneself ' (Test & Mason, 2004).
The skills needed to become self-determined include skills such as self-awareness, self-
advocacy, and goal setting. These skills can be developed through the teaching of the IEP
process (Test & Neale,2004). Just how involved the students can be is dependent on each
student's ability and the direct teaching of what is expected.
Developing the skills to self-advocate at the middle school level will allow the students to
have more confidence in the high school and post high school settings (Test & Neale,2OO4).
Students will have a greater understanding of their needs. They will also know to get
accommodations for those needs. Students will have a greater understanding of the nature of
their disability. Through this understanding, they will be able to describe strengths and
weaknesses to teachers and employers as needed.
Purpose and Questions
At age 14 all students with an IEP are expected to come to their IEP meeting and
contribute to the planning of their transition from school to the world beyond, be it a post-
secondary education or the work force. Most middle school students do not attend their IEP
meetings prior to age 14 (Smith & Agran, 2003). Many middle school students do not have a
clear idea of their disability or their need for an IEP. They do not understand self-advocacy.
Many parents hesitate to include their students in the process. The parents themselves frequently
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do not understand the IEP meeting, procedures, processes or the weight of decisions made in
these meetings (Mason, et a1., 2OO4).
The IEP meetings for most students follow a sequence of activities. The meetings
usually begin with introductions, followed by a look at the students' current goals, the progress
the student is making towards hisftrer goals, development of new goals, and what, if any, special
accommodations the student will need. Students can be directly taught to participate in many of
these activities.
Decisions regarding a student's education should be made with the student rather than for
the student. There is clear evidence that students who are involved in the decisions related to
their own IEPs do better later in life than students who are not involved in their IEP meetings
(Smith & Agran, 2003).
The City Wide Autism Program of the Minneapolis Public Schools does not have any
guidelines to help teachers include students in the IEP process. Indeed, as a teacher, I have never
seen student self-advocacy or student IEP participation even encouraged. The purpose of this




1 What effect will the direct teaching of student led IEPs have on the middle
school students in the citywide autism program at Central School?
Will they increase understanding of their disability through direct teaching?
Will direct teaching of student led IEPs lead to significantly increased





This study will attempt to answer these questions through direct teaching of disability-
awareness, self-advocacy, and student led IEPs. It is my assumption that if students are given
adequate disability, EP, and self-advocacy instruction, then students will show an increase in
their participation in the IEP meeting.
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CHAPTER 2 - LITE,RATURE REVIE,W
As I began researching the literature about students with autism, I found very few studies
that directly addressed the needs of students with autism and their transition to the work world. I
did find numerous studies that looked at the results of legal mandates concerning special
education students and their right to public education. Many of these studies looked at middle
school students and high school students and their attendance and participation in the IEP
meeting regarding their transition services.
Transition services provide students with the skills they need to be successful in the work





1. How to find and keep a job
2. How to participate in the community in which they will live
3. How to live independently
4. How to advocate for services they will need to be successful members of society
This review of the current literature looks at the relationships between developing the
transition skill of self-advocacy in adult life and the direct teaching of disability-awareness and
IEP participation.
Legal Mandates
In 1915, the United States Congress passed the Education for AII Handicapped Children
Act (EAHCA), Public Law 94-142. PL94-142 is the law that mandates that all children have a
right to a public education. Prior to 1915, many children with disabilities were denied access to a
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public education (Turnbull, Huerta, Stowe, Weldon, & Schrandt, 2006). Because of this law, for
the first time students with disabilities were to be educated in their home school district. PL 94-
142 was implemented in 1978 and brought about many changes to Arnerican classrooms.
Students of varying ability were now being educated in the same classroom. One of the key
provisions of PL94-142 was the Individualized Education Plan (Turnbull, et al.). The IEP
document determines the curriculum of students in special education. The IEP team for each
student, which usually consists of the regular education teacher, the special education teacher,
the parents or guardians of the student, an administrator of the school, and other service
providers (e.9., speech or occupational therapists), meets yearly to discuss the strengths and
weaknesses of the student. During the meeting, goals are established for the student. The IEP is
then written by the special education teacher. A special education student's instruction is driven
by the IEP. Most of these students from I978 to 1997 did not attend their IEP meeting (Mason,
et al., 2004).
Reforms to the Education for All Handicapped Children Act (EAHCA) and other laws,
including the School to Work Act of 1994 and the No Child Left Behind Act (NCLBA) of 2001
have influenced special education students (Mason, et al.). One of the laws that had the most
impact was IDEA. IDEA was passed in 1990, reauthorrzedin 1997 and again in 2004. IDEA
mandates that all special education students aged 14 and older must be invited to attend their IEP
meeting. It also states that the IEP should reflect the individual student's interests and
preferences. At age t4, federal law mandates that each special education student have a plan that
would help him or her move from school to the work world. This plan is referred to as a
transition plan. In the 2004 reauthorization of IDEA, the mandated age of transition was changed
from 14 to 16 by the federal government (Turnbull, et aI.,2006). However, many states,
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including Minnesota, have continued to use age 14 as the transition age. In Minnesota, all IEPs
for students aged 14 and older must address transition goals. These goals must evolve from the
interests and strengths of the individual student.
Impact of IDEA on Student Participation
IDEA has affected the attendance, but not necessarily the participation, of students 14
years of age and older (Martin et al., 2006). Few students attend IEP meetings prior to age 14.
Consequently, students are ill prepared and frequently find the meetings intimidating (Arndt, et
aL.,2006). Students who do not have prior experience with instruction of the IEP process do not
always understand the purpose of the IEP meeting or many of the terms used at the meeting.
They do not feel like anyone listens to them. They feel that attending the meeting is a
meaningless activity and some studies even suggest that it is harmful to have students attend
their IEP meeting without prior instruction because it may cause them to become disillusioned
with their education (Martin et al.).
Even though students 14 years and older are attending their IEP meetings, very few are
active participants. Martin, et al. (2006) looked at the percent of time meeting participants spoke
during an IEP meeting. They found that the special education teachers spoke 5lVo of the time,
whereas family members only spoke ISVo of the time. The student contributed 3To of the time
and there was no conversation about ZVo of the time. During 297o of the time, more than one
person was speaking. Time w'hen the student alone was speaking only exceeded the category in
which no one was talking (Van Dyke, Martin & Lovett, 2006).
Students who have not learned to speak up in their IEP meetings and be self-advocates in
high school are unprepared for the self-advocacy role that is required at the postsecondary level
(Torgerson, Miner, & Shen, 2004). These students are not ready to take responsibility for
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documenting their disability and requesting appropriate services (Torgerson, Miner & Shen,
2004).
In 2000, the National Council on Disability (NCD), Social Security Administration
published a study titled Transition and Post-School Outcomes for Youth with Disabilities:
Closing the Gaps to Post-Secondary Education and Employment. In that report I.{CD found:
The results of other post-school follow-up studies suggested that students with
disabilities had a very difficult time adjusting to life after graduation from high
school. During their final years in school, these youth remain dependent on IEP
teams to make decisions, assess performance, and make linkages with service
agencies (Chadsky-Rusch, Rusch & O'Reil1y, 1991, as cited in U. S. Social
Security Administration, I.{ational Council on Disability, 2000). Rarely were they
taught, required, or invited to advocate their own interests (Mithaug, Martin,
Agran & Rusch, 1988, as cited in U. S. Social Security Administration, National
Council on Disability, 2000). The unemployment, under education, and continued
substantial dependence on parents; social isolation; and lack of involvement in
community-oriented activities characteristic of many individuals with disabilities
are factors that foster continued dependence among youth in transition (p. 16).
At the Student Achievement and School Accountability Conference, October 2002, a
paper titled It's My Ltfe: Improving Oficomes through Student-Directed IEPs stated that:
Students with intellectual disabilities who are given opportunities for self-
determination have a higher rate of employment, higher wages, live more
independently, and better manage their own money and transportation needs I
year after graduation than students without such opportunities (Wehmeyer 8{
Schwartz, 1997, as cited in Smith & Agran,2002).
Students who have not been involved in their IEP meetings may not have learned to
become self-determined. Those who do not have self-determination skills will have to rely on
other to advocate for them. Involvement in IEP meetings assists the students in maturing into an
effective self-advocate in later life.
Helping Students Become Advocates for Their Own Education
Research suggests that self-determined behavior should be directly taught to special
education students as part of their IEP (Arndt, et al., 2006). When students were taught the
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language terms used on the IEP and how to be involved in the IEP and IEP leadership
instruction, student participation increased from 3Vo to IZVI (Van Dyke, Martin & Lovett, 2006).
Several studies have shown the benefits of student-led IEPs. Van Reusen, Deshler and
Schumaker (1989) and Test and Neale (2004) demonstrated the effectiveness of student led IEPs
by teaching high school students to use self-advocacy to increase participation in their meetings.
The studies found that the students did increase their contribution compared to a control group.
A second study by Van Reusen and Bos (1994) taught students and parents to participate
as partners. The second study showed an increase in the student's ability to provide information
about their strengths and weaknesses compared to a control group. The students who received
instruction were also able to provide more goals for their IEPs.
Test, Mason, et al. (2004) conducted a literature review of sixteen studies of interventions
designed to increase the student involvement in the IEP process. Their findings suggest that
students of varying ability can participate in the IEP process with prior instruction. A study of
five students by Arndt, Konrad and Test (2006) found that using the Self-Directed IEP
curriculum resulted in increased student participation in their IEP meetings.
Students will vary in their ability to participate at their IEP meetings according to their
abilities. Some students will be able to attend the meeting and share information when asked.
Others may co-present, sharing responsibilities with the special education teacher. Those who
are able and have been taught IEP leadership can be the leader of the meeting. Leading the
meeting includes welcoming everyone, introducing those who are new to the team, following the
agenda, and directing the conversation throughout the meeting (Test & Neale,2004).
Self-determination is awareness of what one needs and the confidence to make choices,
decide goals and take action to attain those goals (Test, Mason, et al., 2004). To be a self-
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advocate for one's own education is a sign of maturity and a part of self-determination. The IEP
process matches well with the components of self-determination (Myers & Eisenman, 2005).
Self-determination includes the process of future planning, setting goals, and determining what
help is needed to be successful. Teaching students the IEP process is a natural way to teach a
student to advocate for his own education. Students who participate in the IEP process learn not
only to advocate for their education, but also to be responsible later for identifying the
accommodations, modifications, and supports that they will need to be successful post school
(Test, Mason, et a1.).
IEP meetings should assist students to be effective self-advocates in secondary and post
secondary settings. Students who are taught lessons in IEP participation increase their ability to
contribute in their IEP meetings. This ability to contribute in their rneetings leads to a higher
level of self-awareness. Students are then able to communicate better their strengths and needs
(Torgerson, Miner & Shen,2OO4). When students choose IEP and transition goals based on their
own preferences, strengths, and interests, they become invested in the process. Students who
understand and contribute to the process are more likely to pursue and attain their goals (Arndt,
et al., 2006).
In the 2001 NCD study, a number of educational researchers (Anderson-Inman, Knox-
Quinn & Szymanski, 1999; Aspel, Bettis, Test & Wood, 1998; Benz, Doran & Yovanoff, 1997;
Blackorby, Hancock & Siegel, 1998; Donovan & Tilson, 1998; Doran & Benz, 1998; Fisher &
Gardner, 1999; Harrington, 1991; Lehman, 1998; Lehman, Denniston, Tobin & Howard, 1996:-
Thomas & Bottersbusch, L997; Wagner & Blackorby, 1996; Wehman & Revell, 1997;
Wehmeyer & Schwartz, 1997) identified strategies that can lead to successful post school
Augsourg College Ltbrary
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outcomes, including increased earnings and the likelihood of succeeding in the workplace. One
strategy listed was inclusion of self-advocacy and self-determination skills in the curriculum.
Teaching of self-determination or self-advocacy skills can be accomplished by direct
teaching of student participation in the IEP process. This is often referred to as the student led
IEP or student directed IEP. Teaching students to lead their IEPs can be accomplished in a
variety of ways. It can be taught using published curricula or through curricula developed by the
teacher specifically for the students. Instruction can occur in whole class lessons and/or through
individual tutoring in a systematic approach. In the 2001 NCD study, the first concern most
teachers had was how to talk to the students about their disabilities. Students, after being
instructed about their disability, often expressed relief at knowing about their differences in a
personal way (Myers & Eisenman, 2005). "Students with special needs already know a great
deal about their disability - they just don't know they know" (Zickel & Arnold, 2001,p72).
Helping the student look at their strengths and weaknesses through teaching the IEP process
helps them define their disability. After learning about their disability, students saw more of a
purpose to their IEP and the need to become an active participant.
Through their research Mason, McGahee-Kovac and Johnson (2004) have shown that
students who were taught the IEP process know more about their disabilities, rights and
appropriate accommodations than other students do. They found that the students increased their
self-confidence and self-advocacy through leading their IEP meetings.
Curricula and Instruction That Works for Students with Autism
A meta-analysis of instruction designed to foster student-led IEPs found that both
published curricula and person-centered instruction were found to be effective in influencing
student participation. Published curricula follow a set group of lessons designed to teach a
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predetermined ability group. Person-centered instruction does not follow a set lesson but is
designed to take into account the needs and abilities of the learners. Person-centered instruction
usually pulls strategies and materials from multiple sources and has the flexibility to be used
with students of varying abilities. This analysis examined the results of 16 studies and found that
a variety of tools can be used in the classroom. The most effective tools include interventions
designed to increase student involvement in the IEP process (Test, Mason, et al., 2004).
Test, Mason, et al. (2004) observed the majority of the studies involved high school aged
students with learning disabilities. While many disabilities were included in the studies, few
participants were mentally retarded and only one was a student with autism. Clearly more
research needs to be conducted including students at an age younger than 14, and with students
who have autism and lower cognitive abilities.
Summary
In order for students with disabilities to be successful upon leaving school, the student
needs to have self-determination skills. Self-determination needs to be taught across the child's
life. Providing opportunities for younger children to practice and demonstrate self-determination
skills may guarantee greater levels of success as they grow and face the challenges of adulthood
(Test & Neale,2OO4). Direct teaching of the skills needed to participate in their IEP meeting,
and of the purpose IEP should lead to self-awareness, self-advocacy, and greater participation in
the student's IEP meeting.
L4
CHAPTER 3 - METHODOLOGY
Purpose
The purpose of this study was to determine the impact of direct teaching of disability-
awareness and the IEP process on middle school students with autism. Would it increase their
understanding of their disability? Would it influence student participation in the IEP meeting?
Data Collection
This study looked at the essence of the experience of students who were directly taught
disability-awareness and IEP participation. It is about a real life experience with significant
statements about what and how the students experienced the instruction and IEP meeting.
Action Research provides the framework for this case study. Action research, as defined
by Geoffrey Mills (2007), is a systematic inquiry done by teachers to gather information about
how they teach and their students 1earn. Most action research uses qualitative methodology.
Qualitative research uses narrative and descriptive approaches to data collection to
understand the way things are and what this means (Mil1s, 2007). This study uses action
research and qualitative tools to look at a specific case. Robert E. Stake's ( 1996) Handbook of
Qualitative Research stated, "As a form of research, case study is defined by interest in
individual cases, not by the methods of inquiry" (as cited in Anderson, 2001, p. 153).
One of the prime sources of data in the case study is the face-to-face interview. Direct
quotes add depth and authenticity to research findings. The focus of this study was a 14-year-old
eighth grade student whom I have called "Kacey" which is a pseudonym to protect his identit.y.
Besides the interview, I also used other methods to obtain data. I used documentation of Kacey's
performance related to instruction and to his performance at prior IEP rneetings. I also used a
pre-instruction questionnaire and a post IEP questionnaire. In addition, I interviewed and used a
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questionnaire with Kacey's mother. The questionnaires and interview questions were directly
related to Kacey's knowledge of and participation in the IEP process.
The pre-instruction questionnaire was given to the entire social skills group. They
participated in the instruction of what an IEP is and how to participate or lead your own IEP
meeting. The post interview and post questionnaire were administered immediately after the IEP
meeting.
Setting
This Minneapolis Public School is located in a diverse inner city neighborhood about
four miles east of the downtown area. The school's population is composed of 99Vo minorities
and I Vo whtte. About 6O%o of the students are English Language Learners (ELL). About 91%
are eligible for free and reduced lunch because the parents' income is below the poverty line.
The school has 575 students from kindergarten through the eighth grade.
There are five special education teachers at the school. Three of the teachers serve the
general education students who come to them for extra help. Mr. Hanson and I have self-
contained classrooms for students with ASD.
The students in Mr. Hanson's and my class a1l meet the Minnesota State Criteria for
Students with Autism Spectrum Disorders (Minnesota Administrative Rule 3525.1325,2007).
The educational criterion for ASD addresses three core features. A multidisciplinary team
determines if a student is eligible and in need of special education instruction and related
services. The three core feature criteria are outlined in Table 3.
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Table 3
Minnesota State Criteria for Students with ASD
Minnesota Administrative Rule 3525.1325, 2001
Core Feature Description
1. Social Interaction A student must have at least two qualitative impairments in social
interaction. Impairments in social interaction are shown by
behavioral indicators such as the limited use of facial expressions,
difticulties relating to other people, gross impairment in the ability
to make and keep friends, significant vulnerability, solitary
activities, or misinterpretation of social cues.
2. Communication A student must have at least one behavioral indicator in Core
Feature 2. Behavior indicators in Core Feature 2 include not
pointing, using others' hand as a tool, lack of imaginative play,
absence of spoken language, odd speed and intonation, or an
inability to converse.
3. Restricted, To meet Core Feature 3, a student must be documented as
repetitive, or exhibiting one or more restrictive, repetitive, or stereotyped
stereotyped patterns of behavior. These behaviors include following routines
patterns of or rituals, resistance to change, repetitive hand mannerisms, over
behavior (or under) reaction to sensory stimuli, rigid thinking, and an intense
or limited range of play.
The students in my classroom include five middle school boys and one middle school
girl. I team-teach with another special education teacher, Mr. Hanson, who has seven middle
t7
school boys. Our classrooms are self-contained and meet the standards of a Federal Setting
Three classroom. This federal setting indicates that the students spend 60To or more of their
academic day in the special education classroom. All of the students in my class and Mr.
Hanson's class have the educational label of ASD. The students represent a wide range of ability
in their speech, reading, math, behavior, social skills, and independent living skills.
The students in my class have lower academic skills while Mr. Hansonos class has
students who are closer to grade level.
The Participants
I knew that my students varied widely in their ability to develop their IEPs and
participate in their IEP meetings. Some would speak only when asked a question. Others would
be able to attend their meetings and assist by welcoming and introducing the attendees. I was
eager to see if direct instruction would increase their participation. One of the ways we teamed as
teachers was to ability group the students for math, reading, and social skills. Since I was
already teaching social skills to the students, I decided to conduct the IEP instruction with select
students in these groups. Group A met on Monday and Friday for 40 minutes per session. Group
B met on Tuesday and Thursday for 40 minutes per session. I needed to choose students who
could understand the instruction and could possibly participate in their IEP meeting.
Group A - The Lower Group
In Group A, there were six students. Four students were from my caseload and two were
from Mr. Hanson's caseload. Two of the students were nonverbal with very low intelligence
quotients (IQ) and two more students had IQs less than 50. Three of the students were
nonreaders while the other three could read and comprehend at a first grade level. Four students
could not generate a grammatically correct sentence. Two students could write a simple
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sentence with a subject and predicate. Mathematically the students ranged from having no
number sense to beginning addition. The Group A students had participated in the Monday-
Friday social skills group since the beginning of the school year. During the social skills class
they had learned to greet someone, introduce someone, take conversational turns, and
compliment someone. In addition, they were learning to play board games and other group
actrvrtres.
Group B - The Higher Group
In Group B, there were two students from my caseload and five students from Mr.
Hanson's class. All of these students had a reading ability at a third grade level or higher. All of
the students were able to generale at least three grammatically correct sentences. Two of the
students were able to organize their writing into paragraphs. Mathematically all of the Group B
students have mastered addition, subtraction, and most of them understood simple multiplication.
The students were in the sixth, seventh, and eighth grades. All had participated together in the
Tuesday-Thursday social skills group since the beginning of the school year. The B group had
previously learned the social skills of greeting someone, introducing someone, taking turns in a
conversation, and complimenting someone. The Group B students learned to role-play social
situations in the Tuesday-Thursday social skills group that they may encounter while
participating in mainstream classes and activities.
IEP Instructional Group
I did not feel that all students in the two groups would benefit from instruction in the IEP
process. The students in Group A have little realization of the fact that they have a disability.
They do not always understand that their education is different. I felt that it would be difficult to
help them understand the importance of their IEP. I chose to limit the study to students whom I
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felt had the academic and social skills to participate in the instruction and the IEP meeting. I
established criteria to determine participation. This included cognitively focused criteria for
participation in IEP instruction such as the ability to read, the ability to follow the meeting
format, the ability to understand verbal language and the ability to use verbal language. Other
criteria had to do with the social skills of the participant. Since the participants were students
with ASD, it was important that the student have basic conversational skills. Finally, because I
have a relationship with the students and parents on my caseload, I felt that it was important that
the students who did participate were from my caseload.
The students chosen to participate in this study were from Group B of the social skills
class. I sought permission from the parents of the students who rnet the criteria. The families
gave me their permission. I then sought assent from the students and they agreed. Only one
student's data is presented in this paper. Of the remaining students who received instruction,
some had IEP meetings before the study began and others will not have meetings until the
following school year.
Case Study Student
The student who is featured in this study is referred to as Kacey. Kacey is a l4-year-old
eighth grade student who has been in my classroom for sixth, seventh, and eighth grade.
Kacey's mother is white and from rural Wisconsin. She has lived in Minneapolis since coming
here to attend the University of Minnesota. Kacey's father is a first generation Iranian. He was
born in New York City soon after his parents immigrated to the United States. He came to
Minneapolis to pursue employment opportunities. There are three children in Kacey's family;
Kacey is the oldest. He has a younger brother who also has ASD. Kacey's brother is more
profoundly disabled by ASD than Kacey.
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The youngest sibling in Kacey's family is a girl who is in a gifted and talented classroom.
Kacey's parents are separated but not divorced. Kacey's father is active in the life of his children
and attends many school meetings and events. Kacey has lots of contact with his father. The
entire family, father included, gathers for special events such as birthdays, graduation and
frequently the family still dines together. Kacey spends time with his maternal extended family,
which lives on a farm in Wisconsin. His maternal grandmother comes to Minneapolis often to
stay with the family and attends rnany school functions. His paternal grandparents live in New
York City but have visited Minneapolis several times and take an interest in a1l the
grandchildren.
Kacey did not attend preschool. He started his schooling in a regular education
kindergarten classroom in a Minneapolis Public School. In December 1999, at age six, Kacey
was evaluated for special education services. His parents and the school were concerned with
Kacey's lack of social skills, communication skills and his lack of academic progress. He was
diagnosed as having an autism spectrum disorder (ASD). He began receiving special education
services for speech, language, occupational therapy, daily living skills and academics.
Currently Kacey receives the rnajority of his instruction in a special education classroom.
He joins his regular education peers for homeroom, advisory, lunch, non-academic specialists
(such as art, physical education, computer lab, etc.) and most field trips. Kacey does well with
his peers. His regular education teacher believes that Kacey participates in the social aspects of
the room. Efforts to integrate him into more regular education academics were met with
resistance from Kacey and his parents. His mom has expressed that she is pleased with his
current placement and would like his programming to remain the same.
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Kacey's broad scale IQ is 70. He is able to read at a beginning third grade level. He can
write simple three to five word sentences but does not attempt to write more than one sentence
on the same topic. He can tell time, name money, and perform addition and subtraction. He
does not understand fractions, multiplication, or division.
Kacey attended a different Minneapolis Public School for grades K-5. The other school
ended at the fifth grade and Kacey came to his current school, Central, in the sixth grade.
Kacey's IEP team determined that he would fit better into a K-8 school rather than a traditional
middle school. Central school is a K-8 and has two classes for each grade. Kacey would need to
get to know only a small group of students. A traditional MPS middle school (covering sixth,
seventh, and eighth grade) has eight classes for each grade. This would have been a much larger
group for Kacey to get to know. The traditional rniddle schools change classes every 50 minutes
but Central students stay with the same group and move together between classes. When Kacey
graduates from the eighth grade at Central this year, he will attend Lincoln high school next year
on the north side of Minneapolis.
Lincoln has three ability levels for students who have ASD and need special education.
One classroom is self-contained and focuses on life skills. Another classroom spends half of the
school day on life and job skills and the other half of the day on academics. The students in the
third classroom spent the entire school day on academics in mainstream classes, with support
from staff. Kacey will be in the middle "half-day" group. Kacey has visited Lincoln and met the
teachers. One portion of his IEP meeting concerning his transition to high school was held at his
new school.
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Role of the Instructor
My role as Kacey's special education teacher and researcher put me in the role of
participant observer. This means that I was "a genuine participant in the activity being studied"
(Mil1s, 200'7, p. 58). I was engaged in the IEP meeting as an active participant as I was part of
Kacey's IEP team. As a participant observer, I made a written record of Kacey's role in his IEP
meeting. The student teacher and the social worker also made a written record of the IEP
meeting. This written record will be referred to as field notes. I also took field notes during the
classroom instruction and at Kacey's transition meeting. Direct quotes from the field notes are
included in this document.
Instruction - General Discussion
A meta-analysis (Test, et al. 2004) of student led IEP instruction found that both
published curricula and person-centered instruction were effective in impacting student
participation. There was no set curriculum available to teach disability-awareness or the IEP
process to middle school students with ASD. I decided to use a person-centered approach,
pulling ideas from several sources provided by the federal government and other service
organizations for children with special education needs. Table 4 lists the major sources of
curricula adapted for this study.
Table 4




Self-Advocacy: How to be a Winner by Apponi (1984) from the National
Information Center for Handicapped Children and Youth
A Student's Guide to the IEP by McGahee-Kovac (1995) from the National
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Information Center for Handicapped Children and Youth
3. Student-Led IEPs: A Guide for Student Involvementby McGahee, Mason,
Wallace, and Jones (2001) at the Council for Exceptional Children
A pre-instruction and pre IEP meeting questionnaire was given to the students to help
determine prior student knowledge and experience in the IEP process. The first question from
the preinstuction questionnaire was: "Do you know what your disability is?" Four of the seven
students (577o) answered "Yes." These four were able to say that they had autism. However,
when asked what autism or a disability was, not one could answer the question. The second
question asked was "Do you know what an IEP is?" All seven (1007o) answered this question









Students will identify the professionals who help them learn. They will then give
them job titles.
Students will recogntze that they have strengths and weaknesses. They will learn
that they have an educational disability.
Students will learn that they have an IEP. They will learn that the jobs the
professionals do for them are a part of the IEP.
Students will learn about the different parts of an IEP. They will define the parts in
their own words.
The student outline is introduced and the students will learn that the IEP is created
by a team. The students will learn to use the outline to help them be part of the IEP
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team. The role-play concept will be introduced.
6. The students will continue to role-play the team members at their IEP meeting.
1 . Kacey will take a turn as the student in the role-playing portion of the instruction.
The instruction for Group B took place over four weeks with seven class sessions.
Instruction was given in short segments that varied in length from about 10 to 15 minutes with
built in breaks. All instruction was differentiated and had multiple entry levels to accommodate
instruction levels within each group. For example, instruction was given in a lesson format that
the additional adults were taught prior to the student's instruction. Material was presented using
verbal, visual, and hands-on activities to adapt to various learning styles.
There was a licensed special education teacher at each class session. Additional adults
were present with one adult for every two students with additional adults present when required
by a student's IEP.
The instruction took place during the students' regular time for social skills. The social
skills class was taught by me in my classroom. The students and I sat at an oblong table. There
was no seating assignment and where the students sat varied from session to session. While I
taught social skills to Group B, Mr. Hanson had the other students assigned to various school
jobs. I usually taught social skills for the first half of the class and used the last half for a formal
game tirne to provide and observe the students' social interaction. What follows in chapter four is
a detailed description of the instruction provided to Group B - the higher group - of which
Kacey is a member and of the students' response to the instruction.
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CHAPTER 4 - KACEY'S STORY
This chapter is about Kacey: how he and other members of his group responded to
instruction on disabilities and the IEP process and how he applied it to his IEP meetings. The
first portion of the chapter considers each lesson in the IEP Instruction - its purpose and the
students' response with a focus on Kacey. The second portion considers Kacey's behaviors at his
IEP meetings.
Lesson 1 - Identifying Professionals and Their Job Titles
Students will identify the professionals who help them learn. They will then give them job titles.
I started the instruction of disability-awareness by asking the students a question that was
not on the questionnaire, "Do you know that you are in a special education classroom?" Only
two of seven (29To) answered in the affirmative. Kacey was one of two students who knew that
they were in a special education classroom. Kacey, had on previous occasions, expressed his
knowledge of his classroom placement. He had a basic understanding of the difference between
general and special education. I had been teaching this class for three years. I came into this
process with the feeling that I knew my students well. Even with this knowledge base I was
surprised that most of the students did not know that they were in a special education classroom.
The students then viewed a set of pictures I had created. These pictures were of various
staff members at Central that the students encountered in the school building. The students were
asked to each take a picture and match it to a card with a job description on it. At first they
worked alone and several matches were made. Kacey was able to match the speech teacher,
Marcia, and the social worker, Sandy to their job descriptions. As the instruction progressed,
they started to work together. As they worked, I asked questions about who the different people
were such as "Why do these people work with sorne students and not with others?" and "Why do
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some students see Marcia every day while other students only see her once a week?" and "What
do the titles of these jobs mean?" We eventually identified all the people and matched them to
their job description and titles. Then we made a list of all of the jobs we had discussed and
talked about other jobs in general.
Lesson 2 - Identifying Strengths and Weaknesses
Students will recognize that they have strengths and weaknesses. They will learn that they have
an educational dis ab ility.
The second class met and we discussed the pictures that we had identified in the first
class. At this class we talked about noticing ourselves compared to others, "Is our class
somehow different than Ms. Francis's class or Mr. Larson's class?" We discussed what our
strong points and weak points were. We also discussed whether these strong and weak points
had anything to do with the people in the pictures. We continued to discuss what each student
was really good at. I wanted the students to feel positive about their accomplishments.
Then we began to define the ability and disabilities that each student had. The term
"disability", the students decided, was a problem caused by their weak points. Kacey identified
his writing as one of his weaknesses. He was aware that an eighth grade regular education
student writes most of the time in cursive, not by printing. He also knew that his speech was a
'oweak point" since he worked with Marcia. Kacey did not state anything that he was good at
except that he knew "quite a bit" about professional wrestling. As we looked at some of the
weaknesses we had identified, we talked about associating names, labels, and titles with those
weaknesses. I started with a simple statement, "You ate a student; I am a teacher." Then we
looked at some of the specialists and I said, "Marcia is a speech pathologist." I asked them
"Could the labels tell us more?" Then I asked, "What if you wanted to take a swimming class at
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the Y?" We talked about a situation where Tammy can swim well but Andre has only beginner
skills. If the Y does not label the classes, I asked them "How would you know what class to
enroll in?" We discussed labels for all kinds of things in our lives. Then I asked them "Are
labe1s useful?" and "Is this fair?"
The students decided that most labels were useful. I asked them a rhetorical question
"Would you know what is in acan of food without a lahel?" The students decided that food
especially needs labels. Then we discussed people. The students decided that people needed
some labels. It would be useful to know who is a dentist and who is a car mechanic. Then we
talked about students in the school, "Should we label students beyond them being kids in a
particular classroom?" and "How would a teacher decide what to teach a student?"
We decided that labels could help tell us what a student needs to be successful in school.
Labels do not necessarily mean anything good or bad, but might tell us that the student needs
speech therapy for example. It might also tell us that a student needs to be in a small sized class
or that they need an aide for some classes. I asked them to consider "What if every student needs
something different? How would we deal with that?" We ended the class with that question.
Lesson 3 - Students Learn They Have an IEP
Students will learn that they have an IEP. They will learn that the jobs professionals dofor them
are a part of the IEP.
We began our next instruction with the same question that had ended the last class. At the
third class I had some sample IEPs for each student to look at. I let the students read the sarnple
IEPs and then I asked some questions. "What is this?" and "Who is it for?" and "Do you notice
anything familiar about it?" At first the responses were silly, "This kids name is John Student!"
"They live in Anyplace Town!" and "These are fakes!" Then I asked them to look further down
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the page in the box labeled "IEP Planning Meeting" and tell me what they saw. Their responses
were "Hey, there's Ms. Sandy the Social Worker!" and "Ms. Marcia is our Speech Teacher!"
We then looked at the list of some of the people that we had pictures of in the first class. The
students noticed that the list of titles that we had created in the first session for each picture were
also on the sample IEP. Table 6 lists the titles used in the IEP instruction.
Table 6
Titles Used in the IEP Instruction
Number Description
1. The student (for whom the IEP Meeting is being held)
2. The parent (of the student for whom the IEP Meeting is being held)
3. The regular education teacher
4. A county case worker
5. The autism TOSA (Teacher on Special Assignment)
6. The special education teacher
I . A psychologist
8. A speech therapist
9. The school social worker
10. An administrative designee from the student's school
I 1. An occupational therapist
12. The adaptive physical education teacher
Except for the Administrative Designee and County Case Worker, most of the students
could identify what these titles meant and tell me who these people were in our schooi. Kacey
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was able to identify all of the IEP titles except Administrative Designee. Kacey was one of two
students in the group who knew that they had a County Case Worker.
Lesson 4 - Students Learn the Parts of an IEP
Students will learn about the dffirent parts of an IEP. They will define the parts in their own
words.
In our next class, we continued to look at sample IEPs. We took parts of the IEP,
identified and loosely defined it, and then redefined it in our own words. The term "Present
Levels of Performance" became "What we do well and how we are doing in each of our classes."
The term "Student Needs" became "What we need help with and who can help us." And "Goal
and Objectives" was "What we need to do to be more successful and what we need to learn."
We decided that the IEP itself meant, "I am important" and "I am the individual." We also
decided that it was important that the IEP begin with "f" because "I am the first person
mentioned and this plan is for me!"
Lesson 5 - The Team and Student Outline is Introduced
Students will learn that the IEP is created by , team. The students will learn to use an outline to
help them be part of the IEP team. The role-play concept is introduced.
At our next meeting, when I asked the students how they thought the plan was put
together, there was a general idea that the different people listed had told the team what they
knew about the student. I asked if they had been to any meetings about themselves. Most
answered "Yes." However, most did not know what had occurred at the meeting. Kacey was
able to say that he had been at several meetings. He did not know what the meetings had been
about. He had attended his conferences and his zAW IEP meeting but had not participated. He
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was able to express that the meetings made him uncomfortable because people "talked about
,)me
I gave each of the students a copy of the "Student Outline for Participation at Your IEP
Meeting" that I had created. We practiced introductions and looked at all 10 parts of the meeting
agenda. We labeled the cards with the job descriptions on them by turning them over and putting
the titles on them. We added cards with the titles of "Student" and "Parent" and "Grandparent."
Then we added other cards for people that the students thought might come to their meetings. I
told them that we would be role-playing an IEP meeting using the student outline as a guide.
At first, I had the students pick which role they wanted to play and gave out sheets of
paper that had information to help guide them in playing each of the different roles. Kacey chose
to be one of the parents. "I want to be the mom," he said. Each service provider role-player was
provided with sample information about the student. The only directions I had given the students
was "This is your class work for today so we need to be serious until game time, so no silly
answers about each other." The students enjoyed the role-playing and we managed to get
through most of our mock IEP meeting that day. We used our sample IEP and our student
outlines as an agenda to determine who spoke and when.
Lesson 6 - Team Role-Play Continues
Students will continue to role-play the IEP meeting.
We did another mock IEP meeting in our next class so that students could take turns
playing different roles. Playing the "Mother" was the favorite. When the game time came, the
students asked if they could have a silly IEP meeting instead of a game and I 1et the fun begin.
Lots of giggling ensued. The "Mother" told the "Teacher" that little Jimmy couldn't learn
because "He didn't want to work that hard." Kacey, as the mother declared, "My son is just
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lazy!" Careful listening on my part gave me an idea of some of the comments my students were
hearing at home. Yet they put that all aside and continued their silly IEP meeting listing goals
such as "Four lunches per day" and "Video gaming class."
Lesson 7 - Kacey Takes a Turn as the Student
Kacey will take a turn as the student in the role-playing portion of the instruction.
I used colored placards at our next class. Kacey had not yet had a turn as the student. I
had all the cards turned over so that no one could see the labels. I had put "Student" on a placard
with Kacey's favorite color (blue). I let him pick first and he chose the blue placard. Kacey did
an excellent job role-playing. Kacey could easily follow the student outline. He was able to role-
play the introductions and tell his weaknesses or strengths. He ended the role-play by thanking
everyone for coming to the meeting.
After the serious role-playing session, the students chose to have another silly IEP
meeting. At the silly meeting, I asked, "'What do you want or need?" Kacey replied, "I just want
to be like everybody else." Somehow, the students felt more inclined to say things that they
would not say in the serious role-playing part of the instruction.
The Group A students also received social skills instruction. Their class met for 40
minutes on Mondays and Fridays. Their instruction did not include disability-awareness nor did
it include role-playing. Their instruction was geared towards telling them that they had a yearly
meeting. At this meeting, their parents and teachers met to talk about what the student needs to
learn during the next year in school. They were told that an IEP was their special paper about the
meeting. As a class, they practiced greeting others and introducing others. We also gave
compliments and talked about what we do well and what we liked about school. Then we talked
about people in the building who helped them without identifying them by title.
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Kacey's IEP meeting was the next week after the last session. Kacey and I had a one-to-
one meeting. At this private session, on the day before his IEP, Kacey and I looked at his own
IEP from 2007 . We looked at his goals and I asked, "Have you met them?" He was proud to see
that he had exceeded his reading and speech goals.
Then we looked at who had come to that 2OO7 IEP meeting and made a list and place
cards of the people that we thought would come to his 2008 IEP meeting. I explained to him that
one extra person would attend. That person was his teacher for next year at Lincoln. I also told
him that he already knew her. F'ortunately, she had taught his summer school class the summer
of 2OO1 .
I asked him if he thought anyone else should come. Kacey said that his grandmother was
in town, so we made her an invitation and place card for her. We looked at the student outline
and filled it out with the information that Kacey would need to participate in his meeting. He
filled in the answers for items #4 through #7. Kacey surprised me when he expressed the desire
to learn how to drive. We discussed what reading level he would need to be at in order to do
this. I told him that this is why he needed to help with his meeting. At the meeting, he could tell
the other attendees what he wants to 1earn. I also told him that I would bring in a driver's
manual for him to look at. He decided that the meeting would be more fun with treats and asked
if he could call his mom. I told him that I would bring cookies to the meeting.
The IEP Meeting
Since this is a case study, the data is presented in a narrative form. The participation of
Kacey at his IEP meetings is compared to his participation prior to instruction. During the
narrative I have commented on areas where Kacey was able to use the strategies he had learned
during the instruction of disability-awareness and the IEP process.
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The case study can take the reader to a place that most people would not have the
opportunity to go. Due to privacy laws, an IEP meeting is not open to people who are not on the
IEP team list. In order for a reader to experience an IEP meeting as a case study, the researcher
must transport the reader to the setting. This is done through a descriptive narrative of the setting
and the situation being studied (Merriam, 1998).
What follows is a narrative of Kacey's IEP meeting after his instruction of disability-
awareness and the IEP process. The narrative begins with a short description of Kacey's
participation at his IEP meetings in 2006 and2O0l. This gives the reader a comparison of his
participation before and after instruction.
On May 5, 2006, Kacey's IEP meeting was held after Kacey had gone home from school.
His mother, Sharon, did not think that Kacey should be present at the meeting. Sharon felt that
Kacey was too young to attend the meeting. At the April 24,2007 IEP meeting, Kacey sat in a
chair removed from table, rocking back and forth with his fingers plugging his ears, mumbling
repeatedly "Don't talk about me, don't talk about me..." Kacey was attending his first IEP
meeting. He had not had any preparation and he was obviously uncomfortable. He did not
contribute to the meeting and he did not respond to questions about school when asked.
Preparation for Kacey's 2008 IEP Meeting
In the spring of 2008, before Kacey's yearly IEP meeting, he received instruction in his
social skills class concerning disability-awareness and the IEP process. Kacey had reviewed the
people who would be there, role-played their jobs, prepared individually, reviewed his 2007 IEP.
and developed a student outline to help him be an active participant at his IEP meeting.
On April23,2008 the last bell of the day rang. While the rest of the class filed out of the
room to their lockers, Kacey stayed in the room to wait for his IEP meeting. There are three
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oblong tables in the room. I asked Kacey where he would like us to sit for the rneeting. He
decided that we would place two small tables end-to-end by the windows.
The windows are north facing and have a view of the downtown skyline. Beautiful
spring sunlight streamed through the windows. We moved the tables to where Kacey felt they
should be. As we were putting the chairs around the tables, Kacey's mother and grandmother
arrived. I finished putting the chairs out while Kacey showed his mother and grandmother some
of his recent work that was on the classroom walls. Kacey was relaxed enough to show his
mother and grandmother around the room. He even took the time to introduce the class pet, a
rabbit, and make jokes about her name.
Kacey chose the chair at the head of the table and placed his student outline next to him.
Kacey had role-played with the outline. He knew that he could refer to it as a guide during the
meeting. He and I had spent time filling out the student outline and practicing how to use it. He
chose not to use the placards. Kacey felt confident that he knew the people who would be at his
meeting. He did want to put out the cookies so that everyone could have some if they wanted.
Other people began arriving. Kacey greeted them and asked them to please sit down.
Kacey was participating at his meeting even before it started. He was comfortable greeting and
directing people to sit down. He used an easy manner and smiled as he greeted each person.
Kacey used his knowledge of greeting etiquette practiced in the social skills class. Kacey had his




Attendees at Kacey's IEP Meeting




Ms. Francis Central School Regular Education Teacher
Jerri (Henderson) Central Special Education Teacher
Mr. Hanson Central Special Education Math Teacher
Miss Marcia Central Middle school Speech Therapist
Miss Sandy Central Middle school Social Worker
Miss Katie Student Teacher
Ms. Cooper Lincoln High School Teacher
Ms. Andrews Lincoln High School Autism Coordinator - TOSA
Kacey's IEP Meeting
The special education teacher leads most IEP meetings but I wanted the other adults to
know that this meeting would be different. I spoke first and began the meeting by stating that
Kacey had been practicing his role in this meeting and that he would be helping me to lead the
meeting. At this time, Kacey began the introductions. I had taught Kacey to use the student
outline as a guide, which he had placed next to him. He looked at his student outline and said,
o'Oh. I am Kacey and we are here for my IEP meeting." Sharon asked, "'What's an IEP Kacey?"
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and he responded, "It tells what you'11 do next year in school." Kacey had used his own words
to describe his IEP to his mother.
He turned to his mom and said, "This is my mom, Sharon." He continued around the
table, "Grandma is, uh, Grandma." He introduced Ms. Francis as his regular education teacher.
He introduced me as Jerri, his special education teacher. Then he introduced Mr. Hanson as his
math teacher, Miss Marcia as his speech teacher, Miss Sandy as the social worker, and Miss
Katie as the student teacher. When he got to Ms. Cooper, he introduced her as his summer school
teacher. Ms. Cooper interjected, "And I'll be your high school teacher too." The last person, Ms.
Andrews who was the high school autism coordinator TOSA, he did not recognize. He had not
been told that Ms. Andrews was coming nor did he know her position.
At this point, he looked down at his outline. He had checked off item number 1 after he
had introduced himself. He used his finger to trace along as he read item number 2. He looked at
Ms. Andrews and asked, "Who are you?" Ms. Andrews told him that she helped the high
schools with placing students; the same way as Ms. Devine does in the middle schools. Ms.
Devine is the middle school autism coordinator, also a TOSA. We had practiced our role-
playing with one of the students playing Ms. Devine and Kacey seemed to regain his confidence.
Kacey used his student outline to help him. Item 2 on the outline reminded him that he
could ask a person to tell the team who they were. The role-playing had included asking others
their names. He had also learned that Ms. Devine was an autism specialist and how she had
helped him. He was able to use his instruction and outline to help him get a name for an
unknown attendee during the introductions.
When Kacey looked at item 3 in the student outline, he hung his head a little, and his
voice wavered as he asked, "Mom, do you have something to say about me?" Both Sharon (and
-l F'3t
Grandma) told him that they would like to hear what his teachers said about him first. Even
though Kacey felt uncomfortable when other people talked about him, he knew from his
instruction that in order to make new goals for the next yeat, the team needed to know how he
was currently doing in school. Kacey was able to continue because he understood the purpose of
the IEP meeting.
He asked Ms. Francis the same question. Ms. Francis, Kacey's regular education teacher,
began her teaching career in special education. She taught in a self-contained classroom for
eight years at the middle school level before moving to Central. She currently teaches reading,
advisory, and social studies. She has been at Central for nine years and has always been
cooperative with having our students in her classroom. She frequently invites them to come to
special events in her room that she feels they would benefit from. Many of our students who are
in mainstream classes for more academics go to her reading or social studies classes. She
teaches her students every fall about inclusion techniques. Her students are accepting of the
students with autism, always helpful, and friendly. She is always willing to meet with the autism
staff to problem solve or share ideas on how instruction can be improved. Ms. Francis described
Kacey' s participation as:
Kacey comes into my room for 45 minutes right after breakfast for advisory. He
attends our morning meeting. Kacey is comfortable sitting next to any of the
students in my c1ass. He participates in the sharing and the game time. He usually
has a smile and seems to enjoy this time. Right after morning meeting we have a
variety of activities. If the activities include reading or writing, Kacey sits with
the autism aide who helps him. If the activity is more social, Kacey is usually
independent.
Sharon asked Ms. Francis is she thought Kacey could go to a social studies or history
class in high school next year. Sharon said that Kacey was looking for books about presidents
when he went to the library. Ms. Francis explained that she felt the Kacey could go to a history
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class if he had reading material at his level. Ms Andrews, the TOSA, told the group about how
Kacey's high school set up classes. She said that Lincoln school had six autism homerooms and
six developmental cognitive disability (DCD) homerooms. The teachers from both groups each
teach their homerooms and they have a license in another subject such as social studies, math, or
SClENCC
The students at Lincoln are ability grouped for each subject and all materials are geared
towards that groups' ability. Kacey could also go to the regular education classes for some
instruction. Kacey had been sitting at the table looking at his fingers with his head down. He
looked at his mom and said, "I want to be in autism. Autism is easier for me and there are less
kids." Kacey had put his head down. However, he was still listening to the meeting. He was able
to let his wishes be known. Kacey was affecting his educational plan. He was self-advocating.
During the disability-awareness instruction, one topic we had discussed was small classes verses
large classes. Kacey was aware that large classes made him feel distracted. He knew that he
would learn more in smaller classes.
Kacey asked me if I had anything to share with the group. I told them about Kacey's
reading accomplishments. Kacey used to do his reading in the Milestones series, but that he had
outgrown the series. I tried several different series at his level. He read the first story in several
curriculums until we got to the Jamestown Readers. Kacey had really enjoyed the story in the
Jamestown Readers and continued to find them entertaining. This series is written at a third to
fourth grade level for older students. It is supposed to be high interest. Kacey's 2007 reading
goal centered on improving his reading comprehension by rereading the story and learning to
look back into the text to find answers. He needed to pace himself and not hurry through the
story just to be done.
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In20O7, Kacey could consistently decode at a third grade level at 115 words per minute
(wpm) with one or two errors. His 2007 comprehension was 40Vo. One of his objectives was to
increase his comprehension from 40Vo lo ISVo by his 2008 IEP meeting. Kacey is currently
reading 125 wpm with one or two errors in the Jamestown Readers. His comprehension in the
Jamestown Readers was 90To on multiple-choice questions andl\Vo on open ended questions. I
asked Kacey if he wanted to say something about his reading. He replied, "The stories are
funny. At the end of the last story I was laughing really hard."
Kacey knew that the meeting was about his strengths. He felt that reading was one of his
strengths. He was proud that he had progressed to a point where he could enjoy reading and
even find the stories funny. During instruction, the students had practiced stating both strengths
and weaknesses. Prior to the instruction, Kacey usually exhibited some embarrassment when
complimented or told that he was doing well in school.
While the high school autism TOSA (Ms. Andrews), the high school teacher (Ms.
Cooper), his mother (Sharon), and I discussed what goals would be appropriate for Kacey as he
entered high school, Kacey got restless. I asked him what he felt he needs to learn in reading for
next year and he lowered his head. He got up from the table and got a drink. He stopped and
petted the classroom's pet rabbit. We continued to discuss reading. We decided that his reading
goal should reflect the need to comprehend the content of textbooks. If Kacey was going to be in
mainstream high school classes such as history or social studies, he would need to learn to read
and comprehend text books.
Kacey came back to the table and sat down, but did not rejoin the meeting. I did not push
or pressure Kacey, but made eye contact with him and smiled and pushed the cookies toward
him. He picked up a cookie and looked at his mom, holding up the cookie. His mom nodded
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and Kacey started to nibble on the cookie. He leaned his head on the table and continued to eat
the cookie without picking up his head.
Kacey had taken a short break when the reading discussion had gotten long and now he
knew that the team would be talking about math. Kacey has low math skills. He had practiced
talking about both strengths and weaknesses but still found it difficult to focus on a weakness.
He especially had trouble during the instruction and role-play when math was discussed. Since I
knew that this was a hard topic for Kacey, we had talked about what he could do if the meeting
felt stressful. During the instruction and role-play all of the students had practiced taking breaks
if they needed to. Kacey had used this learned skill to help him through a difficult portion of the
meeting.
I asked Mr. Hanson what he wanted to share about Kacey's rnath accomplishments. Mr.
Hanson reviewed Kacey's current levels and compared them to last year's levels. Kacey had
made progress toward but not met his 2001 goal. His math skills had improved, however Mr.
Hanson felt that it was time for Kacey to focus on more functional math.
Grandma said that she had used flash cards for multiplication repeatedly with Kacey but
that he never was able to memorize them. His mother said that she was tired of Kacey doing
addition, subtraction, and multiplication over and over again when he could be using a
calculator. She wanted Kacev to learn how to do fractions.
Mr. Hanson stated that Kacey could tell time and could handle simple money
transactions. He could do story problems if all of the problems on the page used the same
operation. If Kacey had to determine the type of operation to solve the problem, more often than
not he would just guess. Mr. Hanson, after some discussion with Ms. Cooper and Sharon,
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decided that his 2008 goals would be written to help Kacey learn practical applications with
money and the use of beginning fractions.
Kacey did not participate at a1l during math nor did he ask the next person any questions.
He had participated in what he considered his strengths, but not his weaknesses. I asked the
school speech therapist what she wanted to share about Kacey's progress concerning his speech
goals. Kacey got up at this point and wandered around the room stopping to get a drink and pet
the rabbit.
During this break he went to one of the classroom computers, turned the monitor on, and
sat down in the chair at the computer desk. I went over quietly while the school speech therapist
spoke and the following whispered conversation took place.
Me: "Is it getting long?"
Kacey: "Yes"
Me: "Do you need a break?"
Kacey: "Yes"
Me: "Do you want to go outside the room or stay here?"
Kacey: "Here"
Me: o'Okay"
With help, Kacey was able to express his need for a break. Prior to instruction, Kacey
would not have answered my questions. For the computers in my classroom I have rules
concerning appropriate internet surfing. I told Kacey to come back when he was ready. I
returned to the meeting.
The school speech therapist was summarizing Kacey's speech improvements. He had
met his speech goals concerning conversation and varying the topic of conversation during
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morning meetings for regular education and in the autism room. He also had met his goals
during the structured time in her room. She explained that when Kacey was in a structured
setting he always did well, but that he still needed help in unstructured settings. In unstructured
settings Kacey was still spending most of the time talking about his favorite topic: professional
wrestlers, especially those employed by World Wrestling Entertainment (WWE), Inc.
Kacey turned to look at the group, hiding the computer screen. Mr. Hanson went over to
look at the computer. Kacey was looking at the WWE female wrestlers. This is not an allowed
web site and Kacey knew it. I told Kacey to turn off the computer. I asked Kacey if he wanted
some other form of a break or are was he ready to return to the table. Kacey did not say anything
but he returned to his seat at the table and laid his head down.
The school speech therapist tinished saying that she would put Kacey on indirect
services. Sharon was afraid that Kacey would regress. The school speech therapist explained
that by putting down "indirect services" for high school, the speech teacher at Lincoln would
already be observing and giving his teacher suggestions. If Kacey needed help, it would be
readily available.
Because Kacey is in an autism program, he has a social skills goal. When Kacey came to
our program, he would not play games with other students in the room. He did not like to lose
and would not play any games in which he might lose. Kacey's social skill goal for 2006 and
2OO7 centered upon playing a game with other students for enjoyment.
Kacey had made some great strides towards this goal. He was very proud of his
sportsmanship. Kacey had played Sorry, tIno, Connect Four, and Funny Bunny with the other
students. I reported that he had not only played well with others, but was gentle when playing
with the younger students. He was generous with them, and at times, letting them win. Sharon
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asked "Kacey, how do you feel about hearing that?" Kacey replied, "I have fun with the kids.
I'm proud to know how to play nice." I told Kacey "You should be proud, you have grown so
much and are a leader in our class now." Kacey's new social skills goal for 2008 would continue
to encourage game play at high school.
Kacey was able to share with the team that he was proud of receiving a compliment
without embarrassment. He showed us that he was aware of his ability and that he had made
progress. Part of the lessons about disability-awareness stressed recognizing strengths. Kacey
was showing us that he had learned some self-awareness. He knew his sportsmanship was one
of his strengths.
At this point in the meeting, Kacey put his head down again so I asked Ms. Cooper what
she would like to say. Ms. Cooper said that she was glad that she had been invited to Kacey's
meeting. She liked being able to help decide what some of the goals would be for next year.
Ms. Cooper then addressed Kacey, asking him questions directly. Kacey sat up, looked at his
student outline and the following exchange took place:
Ms. Cooper: 'oKacey, what do you want learn next year?"
Kacey: "I want to learn how to drive acar."
Ms. Cooper: 'oYou know you'll have to read well enough to pass a written test.
Kacey: "Yes, I've seen the manual."
Sharon: "Don't you think you'11 be too nervous to drive?"
Kacey: "No."
Sharon: [To everyone] "Does he have the reflexes and quickness to drive?"
Ms. Andrews: "Courage Center has a program that tests the student's response time."
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Ms. Cooper: "Kacey, would you like to take the reading portion of drivers education at
Lincoln and go to Courage Center to learn behind the wheel?"
Kacey: "When can I do it?"
Ms. Cooper: "What about your second year of high school; you'll have to be 15."
Kacey: "I'll be 15 in September."
Sharon: "Why don't you get used to high school first?
Ms. Cooper: "Most students take it in their second year and there is a waiting list. We
will sign you up and you can take driver's training when your turn comes. It will probably be
your second year at high school."
Kacey: "Okay."
Ms. Cooper: "Anything else?
Kacey: "What about wrestling?
When Kacey and I had done the student outline, he had brought up learning how to drive.
I was surprised because I had never seen him express a desire like that. We put it on the outline.
I know that Kacey had been waiting for a time to bring up the topic. Kacey had practiced this
during the role-playing time and when we made the outline. He was able to express to the team
that he had a desire to learn how to drive. After he expressed his desire, he was able to continue
the conversation and support his request. Kacey had self-advocated and he had affected his
future education in high school. Once this had happened, Kacey further expressed his desire to
be able to talk about professional wrestling.
Ms. Cooper said that several of her current students, some of whom will be in her class
next year, enjoy professional wrestling. The students could talk about professional wrestlers in
the classroom as long as they do not use any bad language or try to show each other "moves" and
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no touching is allowed. They could look at certain pages on the WWE web site, but not the
"divas" (female professional wrestlers, most of which are scantily dressed). Sharon, Mr.
Hanson, Ms. Cooper, and I talked about some of the other negatives of professional wrestling.
When the students talked about their favorite wrestlers, they sometimes use the inappropriate
words that they have heard being used on TV.
At other times the students would get physically inappropriate while talking about
professional wrestling. Kacey was looking at us during this conversation. He tapped his mom
on the shoulder and whispered something.
Sharon: "You tell them."
Kacey: [Shook his head]
Sharon: "You can tell them."
Kacey: 'ol'm too embarrassed." [He stood r-rp and got a cookie]
Kacey and his mom had gone to the Target Center to see a WWE event featuring two of
his favorite wrestlers: Kane and Michelle McCool (one of the divas). After the WWE event,
when they were going home, they saw Michelle McCool leaving the Target Center.
Kacey: "Mom, tell them what you did!"
Sharon: "You tell them Kacey."
Kacey: "Mom stood on a garbage can and yelled 'Michelle; big fan here !' We got
her autograph!"
Kacey had not only shared and contributed to his IEP meeting, he was able to overcome
his shyness and share a personal detail about his life. At his 2001 meeting, Kacey had been so
uncomfortable that he had been unable to even listen to the meeting. At his 2008 meeting, after
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instruction, Kacey participated enough to share his pride in his mother's daring at the WWE
event. Kacey was talking with participants and finding out even more about high school.
The meeting ended with Ms. Andrews asking Kacey if there were any more questions.
Kacey asked, "Are there any students that I would know?" Ms. Cooper responded that two
students from Central's class last year were in her high school class and here were also three
students from last year's summer school class that he would know. Andre, also an eighth grade
student Central, would also be going there. Ms. Cooper invited Kacey to come over to Lincoln
and have lunch with the class next week. She told him that she would also see him at his
transition meeting on May I ,2008.
Post IEP Interviews with Kacey and Sharon
People began to stand up to leave. Kacey stood, bowing his head, but looking up when
people told him "Goodbye" or "Good job!" When Kacey, his mom, grandmother, and I were the
only ones left at the table, I asked them the post IEP interview questions. The student teacher
was in another part of the room seated at my desk. I asked Sharon and Kacey if Miss Katie
could stay and perhaps listen or take notes. Both Sharon and Kacey were okay with the student
teacher staying in the room. I verbally asked Kacey the post IEP interview questions. During
this time, Sharon noticed that it was 3:50 pm. Her younger son got off the bus at home at 4 pm
so we had very little time to complete the interview.
After the meeting when I asked Kacey if he understood what his disability was, he said
that he still does not understand it. When I asked him if he knew he had a disability, he
responded, "I don't think I have any disabilities in my world." Kacey has been in special
education classes since kindergarten. He knows that he is unable to read or do math at the same
level as his regular education peers. He resists mainstream classes because it embarrasses him.
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He is very comfortable in the autism class with classmates who read and do math at his level. He
is comfortable with these students and converses about wrestling with them. In our class he does
not feel disabled. This is his world. After disability-awareness, he acknowledges that he does
need help, but also knows that he can ask for that help.
When I asked him again if he knew he had a disability, he paused and then added, "Well,
now I do." When I asked him how it felt about helping to lead your IEP meeting he replied, "It
was okay, except I had to talk in front of six or seven women. It's not worth it. There need to be
more men." He did say that he felt prepared for the meeting. When I asked, "What prepared you
to help lead your IEP meeting?" Kacey responded, "That's hard to answer - all of the things did.
Practicing with the other kids helped."
Then we talked about the class a little and I asked him "How do you feel that the class
here at school on your disability helped you understand your disability and the IEP?" Kacey
answered, "It did help. It helped me to say how good I am at some things. Helped me know I
did the o1d things [points at a book]." The "old things" Kacey was referring to were the reading
goals from his 2007 IEP. Kacey, before the instruction, was unaware how his education was
decided. He had always been embarrassed by compliments. The lessons on strengths had helped
him realize that he had made progress - that he could be proud.
In February, Kacey's mother had told me the story about the night she and Kacey had
attended the wrestling event at the Target Center. She had told me that when they were leaving
the event, she looked back and saw Michelle McCool. Realizing that Michelle could not see
them, she had stood on a garbage can and yelled out "Michelle, Big fan here!" Michelle came
over and gave Kacey an autograph. She frequently would tell me things that had happened at
home so that I could prompt Kacey during the sharing time. This prompting helped Kacey
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remember things that he could share with the group at morning meeting. The few times that I
tried to mention the wrestling event, Kacey became very shy and finally told me that it would
embarrass him to share that story because it was too personal.
Question 4 of the post IEP interview asks, "What else would you like to tell me about
yourself or your IEP meeting? Kacey's response was:
I got to share about wrestling. I talked about the time mom stood on the garbage
can. Silly. I was proud. I didn't like that I heard bad things about wrestling. I
like Michelle McCool. She's my favorite wrestler. I am going to marry her!
Kacey had been unable to share the wrestling story prior to instruction. After instruction,
he had the confidence to share an important event in his life. After the meeting, he was able to
further share that he did not like hearing bad things about the WWE. He even defended his
favorite wrestlers. He had expressed his opinion. He felt that what he thought mattered and he
was able to tell me that.
Another question in the post IEP interview was, "What role would you like to take in
your next IEP meeting? Kacey's response was, "I would do it again only if I had another student
help me." Because Sharon had to rush home to meet the younger son getting off the bus, she
asked if she could fill in the parent interview questions while I talked to Kacey. Her comments,
in italics are included in the Post IEP Meeting Parent Interview Answers form below. I planned




Sharon's Post IEP Meeting Parent Interview Answers
In previous years, Sharon did not feel that Kacey should attend IEP meetings. In 2006 he
stayed home during his meeting. In 2007, Kacey had come to his meeting but did not participate
and was distressed by the meeting. At Kacey's spring 2008 conference I had several articles for
Sharon to read about preparing students to be more active participants in their IEP meetings. We
talked about Kacey becoming more independent in his high school choices. We agreed that in
order for him to be more comfortable Kacey would need instruction. I knew that in order for
I
How did you feel about having your child help lead their IEP meeting?
I think it was a good idea and a good experience for him.
2
What parts of the meeting do you feel showed that your child was adequately prepared to
participate in the IEP meeting? The student outline.
3
What other information would like for me to know about your child's IEP meeting?
It was important.
4
How did you think your child's participation in their IEP meeting affected them?
I think he was nervous, but the experience will be good for him.
5
What role would you like for your child to have in future IEP meetings?
Attendance - and enough confidence to speak freely.
6
What other comments or concerns would you like to bring up regarding this IEP meeting?
[No entry in 6, but she said we should talk on the phone about how well it had gone.]
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Kacey to continue to participate in his IEP meetings in high school, his mom Sharon had to be on
board. I also wanted to know how she felt it went both to help Kacey and to help me to design
next year' s instruction lessons. I was disappointed that we did not have time for full interview
immediately after the meeting.
Follow up Phone Call from Sharon
The next morning after the IEP meeting, the phone rang alJ:30 am in my classroom. It
was Sharon. Kacey had just gotten on his bus and she had some time before his brother's bus
would come. First she thanked me for spending the time to help Kacey understand the meeting.
She had never seen him so comfortable at any meeting before this one. She was very happy that
the high school teacher was there. She felt that this would help make the move to high school
easier and added, "Thank you for inviting her."
Sharon said "I want Kacey to be able to speak at his meetings next year." She added, "I
was so surprised at how much he did this year." Sharon also told me how proud Kacey was
about the meeting. She talked about how nervous he had been, especially when the discussion
was about a topic that he felt he was not good at, such as math. Sharon was particularly
impressed that Kacey had a concept of the purpose of the meeting and that he felt he could make
his wishes known. She ended with "He has grown so much this year!"
Sharon's phone call helped to reinforce my impression that Kacey had learned to
participate in his meeting. His participation was a source of pride and he felt that he had a say in
his educational plan. Sharon was proud of Kacey. She felt that Kacey could continue to
participate in the IEP process. She felt that it was particularly important to do so in high school.
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Kacey's High School Transition Meeting
On May I ,2008 Kacey, the school social worker, the student teacher, Andre, and I went
to Lincoln for Kacey's transition to high school meetings and for Andre's transition to high
school meeting. Table I lists the attendees at this meeting.
Table I
Attendees at Kacey's Transition Meeting
Number Description
1. Kacey
2. Kacey's mother (Sharon)
3. Kacey's middle school special education teacher (me)
4. Social workers from the middle school and the high school
5. Speech therapists from the middle school and the high school
6. The autism teacher preparation provider
1. Three autisrn teachers from the high school
8. Two autism TOSAs
The transition meeting transfers the student's records from the middle school site to the
high school. At the meeting, the staff of the middle school, the parents, and the student share
with the new school information that they feel will help create an effective high school program
for the student. Kacey's meeting was scheduled for l:00 pm. Andre's was scheduled for 1:30
pm. We met Sharon there. Andre went with a special education assistant (SEA) to see his
classroom for next year while we had Kacey's meeting.
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I had not told Kacey much about his transition meeting. I did not ask him to lead it and
he did not have any preparation notes or outline for the meeting. The meeting had quite a few
attendees, most of whom Kacey had not met and did not know their role in the meeting.
I was surprised when Kacey walked to the head of the table and sat down. He had his
mom sit next to him. I sat on the other side of Sharon. Miss Sandy, the school social worker
from Central started the meeting by saying that it was a transition meeting. She asked everyone
around the table to introduce themselves. When Kacey's turn came, he told everyone who he
was and then introduced his mom and me. Kacey had maintained the ability to introduce
himself and others from his IEP instruction. Sharon and I provided home and school information
for the teachers Kacey would have next year.
The speech therapists talked about how best to help Kacey in an indirect model. Ms.
Cooper, one of his teachers, told more about the classes that Kacey would be in and introduced
two other autism teachers at Lincoln. She asked Kacey if there was anything special that he
wanted to learn in high school. Kacey responded, "I still want to learn to drive." Kacey felt
comfortable enough at this meeting to share with the team his desire to learn to drive. He had
learned from the instruction and by participating in his IEP meeting that he could affect his
educational choices.
The other autism teachers gave details about the subjects they taught. One teacher
mentioned that she liked to use theater to teach reading. Kacey perked up when he heard this
and said "I played Johnny Appleseed in our play! I was the star. I got to go barefoot." The high
school teacher responded, "'Would you like to do a play here?" And Kacey said "Would it be
hard? We got to read our parts."
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I explained that we did a Reader's Theatre in our class every spring. This year we did
Johnny Appleseed. Kacey interjected "Yeah, I wore a pot on my head." The high school teacher
said that they also do a Reader's Theatre and told Kacey that he could either read his part or
memorize it. They practice the play and then put it on for the other autism classes in the
auditorium. "That means you get to be up on the stage!" she exclaimed. Kacey's reply was
"'W'ow!" Kacey was able to share one of his strengths with someone he had never met.
The meeting ended with Kacey and Ms. Cooper taking Sharon up to see Ms. Cooper's
classroom. After they 1eft, the school speech therapist turned to me and said, 'of am so impressed
with Kacey today. It's incredible what he has done both here and at his IEP meeting." Kacey
had generahzed his knowledge and comfort level from the IEP meeting to his transition meeting.
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CHAPTER 5 _DISCUSSION AND CONCLUSIONS
Overview
The purpose of my research was to see if student participation in the IEP meeting could
be influenced by direct teaching of the IEP to students with autism. Research was obtained
through field notes, observations, questionnaires, and interviews with a student and his mother.
I began this research with the focus of self-advocacy but realized that I would not have
the time or data to determine with a clear degree of confidence that I could affect self-advocacy.
I felt that I had to narrow my question to a topic that I could analyze within a reasonable period
of time. Since much of the literature discussed student participation in the IEP as a way to teach
self-advocacy I decided to concentrate on IEP instruction. Each student on my caseload, and on
Mr. Hanson's caseload, has a yearly IEP meeting. The results that I saw with Kacey has instilled
in me the belief that I need to teach disability-awareness and the IEP meeting process each year
to all of my students.
Research Question I - What effect will the direct teaching of student led IEPs have on
the middle school students in the city wide autism program at Central School?
Conclusion I - Kacey's participation improved greatly
Kacey's participation in his IEP meeting improved greatly. With instruction, he was able to
contribute to and influence his future education. Kacey had generalized his knowledge and
comfort level from the IEP meeting to his transition meeting for high school.
Although Kacey was nervous and needed a break during the IEP meeting, he showed that
he was able to participate and contribute to his meeting. Kacey's high school case manager and
the high school social worker both expressed an interest in reviewing Kacey's instruction prior to
his conferences and his IEP meetings when he is in high school. Kacey's ability to participate at
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his IEP meeting was increased by direct instruction in disability-awareness and direct instruction
in the IEP and IEP process. Beyond the increase in participation in his IEP Kacey has shown an
increase in self-sufficiency or self-advocacy. He was able to express his desire to learn to drive a
car at both his IEP meeting and his transition meeting. At his transition meeting Kacey was able
to tell the high school staff that he did want to be involved in the educational decisions
concerning him and tell them that he had some ideas about his future.
Research Question 2 - Will the students understanding of their disability increase through
direct teaching?
Conclusron 2 - Kacey did not increase understanding of his disability
Even though Kacey was able to say he had a disability, he was unable to describe or define it.
When asked the post IEP interview question o'Do you know what your disability is?"
Kacey's his response was "I don't understand it." Kacey was aware that he had a disability but
he was unable to understand the full extent or the implications of his disability. Kacey could
identify some problems such as writing and speech as weaknesses, but he was not able to relate
what effect they would have on his future choices in 1ife. He is beginning to come around to the
reahzatton that he has a disability, but he is unable to detine what that disability is.
Research Question 3 - Will direct teaching of student led IEPs lead to significantly
increased student participation and self-advocacy?
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Conclusion 3 - Students with low academic skills can participate with instruction
Kacey (and two other students of dffiring ability) showed a significant increase participating in
the IEP process, which affected their future educational choices. Kacey used his new instruction
skills in a dffirent environment and all three students showed an increased level of
understanding about their IEP meetings.
Data from Other Students
Two students from Group A - The Lower Group, also had IEP meetings in the spring of
2008. Ben (a pseudonym) is in the seventh grade and Andre (a pseudonym) is in the eighth
grade.
Ben is an African-American student with autism and low cognitive skills. His broad
scale IQ is in the low 40s. Ben does not read. He was not able to follow the student outline in
the IEP instruction sessions. He could not read the questions or make notes about the questions.
During his 2007 IEP rneeting, he sat in a corner and cried. During his 2008 IEP meeting he was
able (through verbal cues from me) to introduce himself and the people at the meeting. Ben also
told the attendees how he felt he was doing in school.
During the discussion of the goals for next year, Ben stayed at the table and looked at a
picture book. He did not offer any ideas for goals, but he did answer questions directed to him.
When he was asked what he would like to learn in reading and math, Ben responded that, "I want
my dad to let me to buy my own things at the grocery store." Ben affected his IEP goals with
this statement. His math goal for next yeat now centers on understanding and using money. His
reading goal for next year centers on recognizing and explaining common words found in
grocery and discount stores.
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Andre, the eighth grader, has a broad scale IQ of a9. He reads at a first grade level. He
does not have number sense. He speaks haltingly and must think before uttering each word. He
attended his 2007 IEP meeting, sat quietly, but did not speak. At his 2008 IEP meeting he was
able to tell us his name and introduce the people at the meeting. He was also able to express that
he liked reading and math. Andre had increased his participation at his IEP meeting.
All three students (Kacey, Ben, and Andre) showed significant increases in participating
at their IEP meetings. Two students affected their future educational choices by stating goals that
they wanted to work on. Kacey was able to expand his comfort level being in a meeting and use
his new instructional skills in a different environment. All three students showed a marked
increase in the level of understanding about their IEP meetings.
Even though Ben and Andre do not function as high as Kacey, both were able to
participate in their meetings. The expectations for participation and the instruction had to be
adjusted to meet their ability levels. Ben even influenced his educational goals during his
meeting when he asked to be able to buy his own items at the store. Both Ben and Andre were
able to introduce themselves and others at their meetings. Their participation had increased after
instruction.
Conclusion 4 - Teachers and professionals are influenced by student participation
The teachers are influenced by their experiences with students who successfully participate in
their IEP meetings.
Kacey's future high school teacher and the high school social worker both expressed
interest in the instruction that Kacey had prior to his IEP and high school transition meetings.
They plan to continue to have Kacey prepare for his future IEP meetings when he is in high
school. I plan to teach the disability-awareness and IEP process lessons to my social skills
58
classes every year. I also plan to have a private meeting with each student to review his or her
IEP from the previous year prior to the current year IEP meeting.
Conclusion 5 - Parents need to be involved in the process
Parents need training to allow their children to participate fully in the IEP meeting.
When I began teaching in the 2005-2006 school year, none of the students came to their
IEP meetings. When I asked the parents why, there was a variety of responses. As I became
more experienced and confident as a teacher, I realized that before I could teach the student how
to participate, I needed to help the parents understand the importance of their students'
participation. The fall and spring conferences were ideal times to talk to parents. I also gave
them articles to read about improving student self-determination. When the parents saw the data
to support student participation in the IEP process, they were more willing to help their child.
The parents of the three students who had their IEP meetings in the spring of 2008 were positive
about the attendance of their child at the meeting and felt they would want them to come to
future meetings. All the parents reported that they felt the instruction was beneficial and that
their child was more comfortable at the IEP meetings after the classes. The presence of the
students at their IEP meetings can help both parents and teachers broach difficult topics.
Recommendations for Practice
The need for disability-awareness and IEP instruction should be discussed with parents at
the fall and spring conferences. Disability-awareness and the IEP process needs to be taught
each year. Each student could then have a one-to-one personal review before their IEP meeting.
Role-playing was a significant and fun part of the instruction for the students. A role-playing
time could be allotted during the social skills class immediately, prior to each student's IEP
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meeting. Since the students on my caseload vary so much in ability, the instructional
expectations and the degree of participation will need to vary accordingly.
Limitations
A serious limitation to this study was the sample size. My caseload only has six students
and Mr. Hanson only has seven students. I did not seek permission to include his students in the
study. Even though I taught all of the students from both classrooms in my social skills class
about the IEP process, I was only able to report data for one student.
It is difficult for a teacher to not be biased when instructing students on their caseload. It
is my duty to provide the best possible experience for them to succeed in school. An uninvolved
researcher might be able to give all the students in a study identical instruction and see the results
- whether good or bad. When I can clearly see that Kacey, for example, might greatly benefit
from one more round of role-playing an IEP meeting, I am obligated as a professional teacher to
do so. To not do what I feel is beneficial for the student for the sake of unbiased research which
may have negative results, would be against my moral code.
Summary
When Kacey had attended IEP meetings in 2006 and 2007 without instruction, he felt that
he had no part in the meeting and that people were talking about him. After receiving instruction
about his disability, the purpose of the IEP meeting and role-playing IEP meetings, Kacey was
an active participant in his IEP meeting. He was able to state the purpose of the meeting,
introduce people, help tell about his current level of performance and even share some wants and
desires regarding his future high school education. Most importantly, Kacey saw the process as
something in which he had input; he was not a passive participant. The IEP was no longer being
done to him; it was being done for and with him. He showed great growth in his ability to take a
60
break from the meeting and return to contribute. He further carried his new skills into a different
environment when he was able to contribute to his transition meeting at Lincoln High School.
The parents of the three students who had their IEP meetings in the spring of 2008 were
positive about the attendance of their child at the meeting and felt they would want them to come
to future meetings. Al1 the parents reported that they felt the instruction was beneficial and that
their child was more comfortable at the IEP meetings after the classes.
Based on the observations and on the interviews with Kacey and Sharon, I believe that
student participation at their IEP meeting can be influenced by direct teaching of the IEP process.
Most of the students and the teachers involved in the instruction and the IEP meetings had
positive feedback for me. They a1l felt that learning about the IEP process and participating in
the IEP meetings helped both the students and the teachers.
Before Kacey and I had our one-to-one meeting to look at his 20Ol IEP and fill out his
student outline for this year's meeting, I had no idea that he wanted to learn how to drive. I went
to the American Automobile Association (AAA) office on my way home for work that day and
picked up a driver's manual. The next day I sat down with him and we looked at the reading
level required to comprehend the manual. Kacey could read most of the pages with some help. I
encouraged him to put this down as a goal on his student outline.
The first two years that I led IEP meetings for the students on my caseload I felt that
more could be done to help the students be more involved. During my third year of teaching I
felt that I was making progress toward not only more involvement but also a higher comfort level
and self-advocacy for my students.
6t
Further Research
Further study would perhaps help me determine how to divide the students for different
levels of instruction. All of the students need some instruction to help them participate, yet their
ability to contribute in an effective manner varies greatly. In this study I divided the students by
reading ability. Nevertheless, the social skills of the student also influence their ability to
participate. One of my students reads at an eighth grade level, but is nonverbal. I did not
attempt to include this student in any of the instruction. Yet, there must be some way I can help
him participate.
Further research could focus on using a picture system for nonverbal students. Nonverbal
students could still introduce the participants by using placards and picture symbols. They could
also be taught to choose preferences by being given picture symbols to choose from. Would
teaching the IEP process with picture symbols affect student self-determination? Could
participation by the nonverbal student be improved?
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CHAPTER 6 _ SELF REFLECTION
Special education students have a right to know about the IEP process and how it applies
to them. When I look back on the process of increasing student participation in the IEP process I
see several parts of my instruction that need follow up and expanded research on how best to
approach the subject. First, I feel that the IEP instruction should be taught to special education
student every year. Second, I need a method for including the lower functioning students in the
instruction and some way for them to participate in the IEP. I also need to do more literature
research that deals with the lower functioning students.
In the fall of 2008, I have several IEP meetings that involve higher functioning students.
I am excited to see how these students will participate in their meetings. One student from the
higher function Group B social skills class has already asked me if he can lead his meeting.
Did I accomplish what I set out to do? I think that the data supports an increase in
student participation and that this is a direct result of the instruction of the IEP process. It would
be difficult to determine how instruction coffelates with participation without a much larger
sample size.
Can self-advocacy be influenced by student participation? The results of Kacey's
transition meeting support that it can. Kacey was an eighth grade student and had only a single
year of instruction in the IEP process. I would like expand my research by starting the instruction
at the sixth grade and repeating it every year. It is my hope that the students would increase their
role in the IEP meeting each year.
Kacey increased his role from his 2007 meeting to his 2008 meeting, but he still had
points in the meeting where he put his head down on the table and withdrew from the discussion
or needed to get up and move about, taking a break from the discussion. Kacey was very
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comfortable talking about his successes. He had more difficulty talking about math. At this point
I am unsure of what I could have done differently with Kacey. He has always shown his stress
level by putting his head down. He did not put his head down at all during his transition meeting
at Lincoln High School. He was much more confident at the second meeting. I will start IEP
instruction sooner with all of my other students. This will give them more opportunities to build
confidence and be familiar with the IEP process.
How can I continue to encoura5e the students on my caseload to strive to become more
self sufficient? Are there other techniques that can encourage self-advocacy other than
instruction in the IEP process? I think that my research gave me many more questions to
explore.
I genuinely enjoyed teaching the students about their IEP. For several students the
instruction itself made a difference in the way they approached their classes. I felt that just
teaching the Group B students strengthened their self-advocacy. They learned a great deal about
themselves by reading their IEP with me. They had fun with the instruction. They were engaged.
I was able to teach effectively without a curriculum because I knew the students. I
adapted the day's lesson as we went along with the instruction. I looked at how each class
progressed ant I was able to predict the needs for the next lesson.
A weakness in the instruction would be my bias. I was unable to pull myself away from
the results. I like my students and I want them to be as successful as they can be. I also think
that I could do more for all of them, not just the high functioning students.
I sometimes hesitate to try new approaches to my instruction. I am happy that when it
came to teaching the IEP process that I was able to plow ahead because I know that the ends
justified the means. I think that both the students and I benefited from the instruction.
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APPEI{DIX A _ STUDENT OUTLINE
FOR PARTICIPATION AT YOUR IEP MEETING
1. Introduce yourself and tell us why everyone is here.
2. Introduce everyone at the table or ask them to introduce
themselves.
3. One by one, ask each person if they have something to say
about how you are doing.
4. Tell us how you are doing in school right now.
5. Tell us what you are good at.
6. Tell us what you need help with.
7 . Tell us what the plans are for the next school year and what kind
of support you might need.
8. Ask what goals teachers and service-providers feel you need to
help you succeed.
9. Ask if there are any questions.
10. Thank everyone for coming.
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APPENDIX B - PRE, IE,P MEE,TING STUDENT QUESTIONNAIRE
You will be working on hecoming more involved in your IEP planning meeting.
Use this checklist to help us understand what you know about your IEP.
1 E Yes trNo Do you know what your disability is?
2 E Yes E I{o Do you know what an IEP is?
3 E Yes trNo Do you know why you have an IEP?
4 E Yes trNo Have you gone to your IEP meeting before?
If you went to your last IEP meeting, answer questions from 5 to 10
5 I Yes tr r\o Did you speak at your meeting?
6 E Yes ENo Did you get to ask questions at the meeting?
7 E Yes El r\o Did you get to decide what you should learn about?
I E Yes trNo Did you get to talk about what you do well and what you need help
with?
9
What were the best things about your meeting?
10
What could have been better about the meeting?
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APPENDIX C _ POST IEP MEETING STUDENT QUESTIONNAIRE
You have been learning how to become more involved in your IEP planning meeting.
Use this checklist now that the meeting is over to tell how well the meeting went.
1 El Yes El I{o Do you know what your disability is?
) E Yes trNo Do you know what an IEP is?
3 E Yes E I{o Do you know why you have an IEP?
4 EI Yes ENo Have you gone to your IEP meeting before?
\ E Yes trNo Did you speak at your meeting?
6 E Yes trNo Did you get to ask questions at the meeting?
7 E Yes E }rlo Did you get to decide what you should learn about?
I E Yes tr lt[o Did you get to talk about what you do well and what you need
help with?
9
What were the best things about your meeting?
10
What could have been hetter about the meeting?
10
APPENDIX D - POST IEP MEETING STUDENT INTERVIEW QUESTIONS
I
How did you feel about helping to lead your IEP meeting?
7
What prepared you to help lead your IEP meeting?
3
How do you feel that the class here at school on your disahility helped you understand
your disability and the IEP?
4
What else would you like to tell me about yourself or your IEP meeting?
5
What role would you like to take in your next IEP meeting?
1I
APPENDIX E _ POST IEP MEETING PARENT INTE,RVIEW QUESTIONS
1
How did you feel about having your child help lead their IEP meeting?
,,
What parts of the meeting do you feel showed that your child was adequately prepared to
participate in the IEP meeting?
3
What other information would like for me to know about your child's IEP meeting?
4
How did you think your child's participation in their IEP meeting affected them?
5
What role would you like for your child to have in future IEP meetings?
6
What other comments or concerns would you like to bring up regarding this IEP
meeting?
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